Peter Jarvis is a towering figure in the study of adult and lifelong education, and a leading and original theorist of learning. This paper sets out his intellectual and professional biography, maps the main contours of his work, and introduces fourteen papers by leading scholars devoted to his work. Five broad phases in Jarvis's life are identified: (a) youth, self-education, Methodist ministry, and early teaching and research; (b) founding of the International Journal of Lifelong Education, authorship of important textbooks on adult and professional education, and linking of academic communities in different countries; (c) early research on and theorisation of learning; (d) engagement from the early 1990s with debates on lifelong learning and the learning society; and (e) return to theorisation of learning, particularly from the perspective of globalisation, from around 2000. Recurring themes include ethics and responsibility, the essentially social nature of learning, democracy, and authenticity in human relationships.
John Holford
Sownynge in moral vertu was his speche, And gladly wolde he lerne, and gladly teche. (Chaucer: Prologue to The Canterbury Tales) 1 Over the past forty years, Peter Jarvis has established himself as a towering figure in the study of adult and lifelong education, and as a leading and original theorist of learning. In this double special issue of the Journal, leading scholars from around the world explore, evaluate and build on his work. In this introduction I provide a sketch of Peter's life, focussing on his professional and intellectual formation and contribution, before discussing the various contributions.
In a volume such as this, some biographical contribution is probably de rigueur; but if justification be required, Peter has provided one. 'It is through the process of living and learning,' he wrote, 'that we gain wisdom' (Jarvis, 2009a, p. 63) . Our experiences are, of course -as he has also written -'embedded within our own biographies' (Jarvis, 2009a, p. 89) . Intellectual biography is a wellestablished genre: though it can be only a fragmentary prologomenon to a full intellectual biography, I hope this outline of Peter Jarvis's life and intellectual activities will illuminate and contextualise the substantial studies that make up the remainder of this special issue.
If Peter's standing in adult education and learning theory provides justification enough for a double special issue such as this, the occasion is twofold: during 2017, Peter celebrates his 80 th birthday, while at the beginning of last year -2016 -he stood down after 36 years as co-editor of our journal, which he founded. To mark this contribution, the editors of the International Journal of Lifelong Education invited scholars from around the world who respected his work and valued him as a person to contribute. Peter's friends, and those who respect and value his work, are numerous: we could not extend an invitation to all. In making the selection, we were guided by a range of criteria. We aimed to include scholars from around the world -reflecting Peter's commitment to an international scholarly community. We aimed to include contributions which addressed the depth and breadth of Peter's intellectual engagement. We aimed, as Peter has long done, to include younger as well as established scholars. Because teaching has been central to Peter's scholarly contribution, we wished to include his students. And we sought to involve some who have collaborated with Peter in academic enterprises. We think we have met all these criteria, though in different ways. Inevitably, however, we were unable to include many who deserved to be approached, and whose work would have enhanced the special issue. We hope they are not offended; but they should know that Peter is not responsible.
Peter is a major figure, and one all of us, the contributors to this double special issue, respect. We have approached our tasks in a spirit we believe he values: as colleagues committed to the humane development of adult education, the field to which Peter has committed his intellectual life. All of us recognise his signal contribution. We also know that honest criticism is among the qualities he encourages. We have, therefore, sought to praise Peter not by flattering him, but by engaging in serious intellectual debate with his ideas, theories and arguments.
Most if not all the contributing authors have an interest to declare -that they like and respect Peter Jarvis. Before proceeding further, however, I should say a little on my own account. I first met Peter in 1985, shortly after I enrolled on the M.Sc. he taught at the University of Surrey. I had applied partly because Peter's writing on adult education was already recognised. I was not disappointed: he proved a committed and inspiring teacher. When, a few years later, I moved to the University of Hong Kong, I encouraged -and occasionally supported -his enthusiasm for intercontinental travel. In the mid-1990s he strongly encouraged me to move back to Surrey; I did so, and worked quite closely with him. He had become, by then, a good and loyal friend; he has remained so, the vicissitudes of Surrey life notwithstanding. When I arrived he was my head of department; by the time I moved on a decade later I had been his. We had experienced the closure of the department in which Peter spent most of his working life, from which I had graduated, and which we had both led. For nearly two decades we collaborated in editing this journal. We have thought, debated, argued, researched and written together. Quite often we have disagreed: as he knows my flaws, so I have seen his. But his intellectual and moral strengths, his energy, his affection for and generosity to his fellow men and women, have enriched my professional and personal life, as I know they have enriched countless others'.
Methodism and Education
Peter Jarvis was born in Gillingham, Kent, on 1 July 1937. The county of Kent, south-east of London, is often described as the 'garden of England'. Until well after the Second World War, working-class families would come down from London's East End for working holidays picking apples, soft fruit, and hops.
2 But, especially on its northern shores, the county has long been much more than agricultural. The town of Gillingham, nestling on the estuary of the River Medway, merges imperceptibly into Chatham, which itself transitions seamlessly into Rochester -which is separated from Strood only by the river. In the mid-twentieth century they formed, in effect, a small industrial city, home to several large engineering factories, cement works and paper mills. The Medway Towns' industrial heart, however, was Chatham Dockyard: one of a series of so-called Royal Dockyards scattered around the British coast -and indeed, around the Empire -that built and repaired warships for what was then still the largest navy in the world. Some 11,000 men and 2,000 women worked at Chatham Dockyard during the War (MacDougall, 1981, p. 152) ; among them, a shipwright, was Peter's father. A craftsman's wage would no doubt have provided an adequate family income, but when Peter was aged just eight his father was killed in a road accident. Times were hard. The welfare state -this was immediately after the war -remained unborn. To supplement the family income Peter worked in a dairy from the age of ten until he left school. But he passed the 'eleven plus', and went to Gillingham Grammar School. Clearly as energetic then as now, he became not only a first rate tennis player -he played at the Wimbledon junior championships -but a lay preacher. He was, as he remains, a Methodist. He preached his first sermon -and gave his first lecture -in 1954, at Novi Sad during the first post-war British schools' visit to Yugoslavia (Jarvis, Rabušicová, & Nehyba, 2015) . 5 Teaching at Surrey engaged many of Peter's creative energies. He played an important part in developing the Postgraduate Certificate in the Education of Adults (PGCEA), that was for years one of the mainstays of the Department's work. While many of its students came from adult and further education, its impact was perhaps even greater in professions, particularly nursing and midwifery, which were increasingly recognising the importance of both initial and continuing education. Students could move on from the PGCEA to the M.Sc. in Educational Studies: for many years Peter taught a course on Adult and Continuing Education: students (including two contributors to this volume: Lore Arthur and me) travelled from all over South-East England to study with him on Wednesday afternoons. Later, partly because it became more difficult to recruit to on-campus courses during the 1990s, Peter pioneered a Master's degree in adult education by distance learning.
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From Teaching to Writing
Before arriving in Surrey Peter had begun to publish, with articles in the religious and professional educational development press (e.g., The Methodist Recorder, Bulletin of the Association of Religious Education), as well as papers based on his M.Soc.Sc. and Ph.D. studies in mainstream academic journals (e.g., Sociological Review, Journal of Moral Education). But Surrey provided a new focus: he turned his authorial attention to the areas in which he taught. This knack -aligning academic writing with teaching -is something many of us strive to achieve. The common solution is the writing of textbooks; and -although disparaged today in many research quality assessment regimes -is a vital contribution many scholars make to the wider academic community. Some of Peter's workespecially perhaps two books he wrote towards the end of his first decade at Surrey -were in the way of textbooks: Professional Education (Jarvis, 1983c) and Adult and Continuing Education: Theory and Practice (Jarvis, 1983a) fall into this category. Here we find Peter writing in order to make sense of the field he was teaching: they are books which review the themes and issues in the field, and do so in large part by reviewing the literature. In Professional Education, to be sure, we can detect the familiarity with the literature on professions which comes with having written a PhD thesis on the topic. As he acknowledges, however, 'some stimulating sessions' with PGCEA students, all 'preparing to teach adults, mostly in the professions', had helped 'to clarify my thoughts' (Jarvis, 1983c, p. ix) . The book was an innovative attempt to explore professionalisation in relation to educational issues such as curriculum, knowledge and teaching.
If Professional Education was the product of the PGCEA, so too was Adult and Continuing Education: Theory and Practice, though one senses that it also drew also on his M.Sc. teaching. The book had a broader target audience, attempting to address the growth in introductory training courses for teachers of adults that had followed an influential report (Haycocks, 1978) . In the Introduction, Peter set out his purpose: the study of adult education was 'growing in significance as the training of educators of adults' was becoming more common, but there were 'few textbooks that seek to introduce students to the broad sweep of the field' (Jarvis, 1983a, p. xv) . Theory and Practice unquestionably did that: it mapped the field in a way previously unattempted in Britain, and in a way that has shaped the studies of countless adult education students since. 7 It is, of course, now in its fourth edition (Jarvis, 2010) : and while each edition (Jarvis, 1995 (Jarvis, , 2004 has broadly the same shape as its immediate predecessor, each was genuinely revised in the light of the changing field: Adult Education and Lifelong Learning: Theory and Practice (as it is now entitled) is no mere 'retread'.
By the mid-1980s the pace of Peter's scholarly writing had reached the pitch which has made him legendary in the field across the world. His next two books also drew strongly on his teaching of professional adult educators. With 'encouragement of students following the [PGCEA] sociology of education course' and the M.Sc. 'Adult Education option', Peter wrote The Sociology of Adult and Continuing Education (Jarvis, 1985) . He filled a definite gap. The growth of interest in the sociology of education in the early 1970s had focussed overwhelmingly on initial education (e.g., Whitty & Young, 1976; Young, 1971; Young & Whitty, 1977) . Peter mapped the different ways in which sociological perspectives could be applied to adult education. Attempting 'to draw on all branches of sociology', but 'not … to argue any case', however, the book 'espouses no ideological viewpoint', (Jarvis, 1985, p. xiii) , and perhaps as a result Peter's Sociology has not been among his most influential works. 8 The Teacher Practitioner in Nursing, Midwifery and Health Visiting, on which Peter collaborated with his Surrey colleague Sheila Gibson, (Jarvis & Gibson, 1985) reflected the growing enrolment of these professionals on the PGCEA, and responded to the growing recognition of the need for continuing professional education in those fields. A revised edition appeared twelve years later (Jarvis & Gibson, 1997) .
The books Peter wrote in his first decade at Surrey made a mark: but his other scholarly activities were in many ways equally impressive, and arguably of even greater long-term significance. First of all, he published articles regularly in academic, professional and religious journals: somewhere between three and seven papers in every year bar one. His academic papers were now appearing in two main areas: adult education (e.g., Jarvis, 1984) , and nursing education (e.g., Jarvis & Gibson, 1981) -though with some in the area of pre-retirement education (Surrey was home to the PreRetirement Association) and learning in later life (e.g., Jarvis, 1983b) . In that year (1980/81) we detect that he was busy in a different way: he was founding the International Journal of Lifelong Education, whose first number appeared early in 1982. 9 And in 1987 he published his first major edited book, Twentieth Century Thinkers in Adult Education (Jarvis, 1987b ) -a book which asserted and discussed the significance of half-forgotten thinkers (e.g., Yeaxlee), of those whose significance as adult educators was then ill-recognised (e.g., Dewey), of contemporary North American theorists (Houle, Knowles, Kidd), and of theorists of social change (Coady, Horton, Freire, Gelpi) . This book, too, he wrote, had been prompted and 'took shape over a number of years of teaching the theory of adult education', when he had become aware that no single book 'provided an overview of the variety of approaches to the subject nor … summaries … of the key thinkers' (Jarvis, 1987b, p. vii) . Finally, he had initiated two major book series with Croom Helm (then a small but dynamic academic publishing house): The Croom Helm Series in International Adult Education (around twenty books, including ground-breaking contributions such as Gelpi (1985) and Griffin (1987) and The Croom Helm Series on the Theory and Practice of Adult Education in North America (around ten books, of which several including Brookfield's edition of Eduard Lindeman's work (Brookfield, 1987) , Collins (1991) , Courtney (1991) , Marsick (1987) , and Watkins and Marsick (1990) continue to be significant).
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The Learning Turn
From the mid-1980s Peter's publishing took a new turn. His next book, Adult Learning in the Social Context (Jarvis, 1987a ) made his mark not only as a codifier of knowledge and advocate of a field, but as an original researcher and thinker. In some respects, it shows common features with its predecessors: it was based on extensive scholarship and critical reading; it sought to organise and analyse what had been written; and it involved interaction with students. Unlike in the earlier works, however, the students had been involved as research subjects: this was empirical, and original, research. This book -and the later evolution of his thinking on learning -is discussed in several contributions to the present volume; at this point we need perhaps only note his starting point and his conclusion:
The behaviouristic approach to learning, because it was researched under 'scientific' conditions, assumed higher status in teaching theory than perhaps it deserved. But more than this, it actually artificialised the normal, natural processes of learning and, therefore, failed to examine the richness and completeness of the human learning process. … People are the result of learning and continue to be what they are because of learning. Whilst learning and living are not the same phenomenon, they are co-termin[o]us, and those who help others learn (whether or not they are called teachers) bear some of the responsibility for helping people grow (Jarvis, 1987a, p. 206) Although Peter's views on learning have evolved and become more sophisticated in subsequent years, the conclusion in many ways encapsulates the core of his thinking. It was significant, and its importance was recognised not only at the time (for example, by winning the Cyril O. Houle Award of the American Association for Adult and Continuing Education), 11 but subsequently (cf Illeris, 2007 Illeris, , 2009 ).
The mushrooming of Peter's intellectual output in the 1980s made him something of an international celebrity. Unusually for British adult educators at that time, he had begun to participate in North American conferences (the Adult Education Research Conference, the American Association of Adult and Continuing Education (AAACE), and the Commission of Professors of Adult Education); he was invited to make guest lectures at North American universities 12 . Together with his editorship of book series and of the International Journal of Lifelong Education, he became a key bridge between British and American scholarship in the field. While in Britain he could appear to be opening us to American ideas, he was also informing Americans about developments on his side of the Atlantic (see, e.g., Jarvis, 1988) . He also began travelling more widely: in the later 1980s we find him speaking, for instance, in Barcelona, Copenhagen, Dublin, Helsinki, Hong Kong, Leuven, Nijmegen, Sydney and at Nankai University in Tianjin. Peter has combined a remarkable talent to work alone -the great bulk of his writing has been single-authored -with a capacity to be gregarious and a genuine love of people as individual human beings. John Wesley, the founder of Methodism, advised its adherents to 'labour to avoid all real unkindness, all disobliging words, or harshness of speech, all shyness, or strangeness of behaviour'. (Wesley, 1745) No-one who gives so much time to writing and scholarly activity can avoid occasionally acting in strange ways; but in other respects Peter's remarkable capacity for productive networking is testament to his internalisation of Wesley's counsel.
Moving into the 1990s, therefore, Peter was well-established as a scholar of international standing. At this stage -rather late, many thought -Surrey promoted him to a personal chair. But quite soon thereafter, he became, as it were, collateral damage of a crisis at Surrey. Under strong pressure from above and below, he took over as Head of the Department of Educational Studies. During a very difficult period, he believes he succeeded in saving the department from abolition; but it was not a role he relished. One might imagine that it diverted his attentions from his true vocation -teaching and writing -though this is not evident in the volume of his publications, which became if anything more numerous in this decade. In the single academic year 1995/96, for instance, he published 24 articles and chapters, including five in refereed journals; in most years of the decade his 'output' was well into double figures. And of course the books kept coming: the International Dictionary of Adult and Continuing Education (Jarvis, 1990) , Training Adult Educators in Western Europe (Jarvis & Chadwick, 1991) , and -something of a coup -Adult Education: Evolution and Achievements in a Developing Field of Study (Peters & Jarvis, 1991) , the AAACE's first attempt to issue a successor to its famed 'black book' (Jensen, Liveright, & Hellenbeck, 1964) . With his Surrey colleague Nick Waltersa community educator and Church of England priest -he edited Adult Education and Theological Interpretations (Jarvis & Walters, 1993) .
Nor was this period marked only by edited books: Paradoxes of Learning: On becoming an individual in society (Jarvis, 1992) was his second major book on learning. It perhaps sets the tone for several of his later works: starting from the empirical core he had set out five years earlier (Jarvis, 1987a) , it explored the implications and significance of this line of thinking across a range of philosophical, sociological and psychological dimensions, and in relation to key areas (ageing, the workplace, politics, and so forth). The essential argument was encapsulated in the title: learning is situated 'in the paradox of the human condition':
This paradox is summed up by the contradictions of living in society: there can be no freedom without constraint, no certainty without uncertainty, no truth without falsehood, no joy without sorrow, no sense of peace without threat of war, and so on. Above all, there can be no learning without ignorance and no growth and development without learning. But even more important, people seek meaning for their lives and discover that only as one meaning unfolds, still more questions lie beyond it. (Jarvis, 1992, p. xi) .
The target readership of the book was ambitiously wide: 'all scholars and practitioners involved with any aspect of human learning' (Jarvis, 1992, p. xii) ; one of Peter's increasing concerns was to speak to this broad field, to encourage it to recognise its commonalities, and to recognise that helping or encouraging learning was a profoundly moral activity. In one respect, of course, his thinking paralleled -and perhaps even contributed to -what has been called the 'learning turn': the 1990s foregrounding of concepts such as 'lifelong learning' and the 'learning society'. But his strongly moral compass, and his emphasis on learning as integral to 'personhood', sets him aside from the decade's increasingly skills-for-the-workplace focus.
His second authored book of this period, Adult Education and the State (Jarvis, 1993) , was subtitled 'towards a politics of adult education'. It is clearly an effort to come to terms with the darker side of the learning turn: with the 'increasing emphasis on vocational education and training … the various forms of adult education have now become an element in government policy' (Jarvis, 1993, p. vi) . In approach, it is not unlike several or his early books -a critical engagement with literature -and represented a timely effort to engage with the dimension of power, and provided a grounding for some of the -more substantial and more successful -forays Peter made into citizenship and democracy during the following decade (see esp. Jarvis, 2008) .
Lifelong Learning and Ethics
Peter stood down as head of department -with, one suspects, some sense of relief -in mid-1996. He refocussed on research, and did so partly by building a small but collegial group around him. Initially known as the Lifelong Learning Research Group (from 1999 it became the Centre for Research in Lifelong Learning (CRILL)), this was very much a group in Peter's image: it began very informally, as a small seminar group whose members committed themselves not only to writing and presenting papers, but to reading one anothers' papers in advance of meetings. The earliest members, along with Peter, were Colin Griffin and me. Colin, then a lecturer at Hillcroft College, the residential college for women at Surbiton in Surrey, was a close intellectual companion. He and Peter had met in the early 1980s, when Colin contributed two important papers to the International Journal of Lifelong Education (Griffin, 1982 (Griffin, , 1983b ; at much the same time Colin's important book on Curriculum Theory in Adult and Lifelong Education (Griffin, 1983a) appeared. He then joined the University as a part-time Associate Lecturer. Peter and he co-taught the Adult Education option of the M.Sc.; Colin also contributed to the PGCEA. I had studied part-time for the M.Sc. in the mid1980s, and rejoined the Department in 1996. As time passed, though other colleagues joined us, 13 it remained a small and relatively intimate group, and Peter was able to draw it into intellectually and professionally profitable work -particularly developing members' publications through collaborative writing projects (Jarvis, 2001c (Jarvis, , 2002 .
This group provided Peter with a valuable intellectual home for several years. Right at the outset, it undertook a small empirical research project on a learning voucher scheme in London (Jarvis, Holford, Griffin, & Dubelaar, 1997 ).
14 Over the next couple of years the group busied itself with various initiatives: an international conference ('Lifelong Learning: Rhetoric, Reality and Public Policy', held in Guildford in 1997) led to a useful edited collection ; collaborative writing (in particular, The Theory and Practice of Learning and The Age of Learning (Jarvis, 2001c) ), and what often seemed the endless project resulted in the five-volume Adult and Continuing Education: Major Themes in Education (Jarvis & Griffin, 2003a , 2003b , 2003c , 2003d . 15 Working with the group, Peter engaged with the Labour government's developing lifelong learning agenda (e.g., National Advisory Group for Continuing Education and Lifelong Learning (1997) and The Learning Age green paper (Department for Education and Employment, 1998)), including in the professional press (e.g., Jarvis, Griffin, Holford, Merricks, & Tosey, 1998) , and generated some very valuable work. 16 Typically, while his colleagues in the Lifelong Learning Research group thought they were writing hard, Peter wrote harder -and faster. 17 It was during these years that Ethics and Education for Adults in a Late Modern Society (Jarvis, 1997) appeared, followed in rapid succession by a revised edition of The Teacher Practitioner and Mentor in Nursing, Midwifery, Health Visiting and the Social Services (Jarvis & Gibson, 1997) , The Human Resource Development Handbook (Hargreaves & Jarvis, 1998) , The Practitioner-Researcher (Jarvis, 1998), a revised -and now co-authored -edition of the International Dictionary of Adult and Continuing Education (Jarvis & Wilson, 1999) (Jarvis, 2001b) . Though Peter was now in his mid-sixties, he showed no signs of slowing down. Neither was there much let-up in his production of articles: in the year 2001/01, for instance, 21 were published, three of which were in refereed journals.
, Learning in Later Life: An Introduction for Educators and Carers (Jarvis, 2001a), and Universities and Corporate Universities: The Higher Learning Industry in Global Society
Neither were these books mere 'pot-boilers'. Paradoxes¸for instance, reflected in part Peter's involvement as a non-executive director of a private company, the Management Consultancy Business School, whose purpose was to develop qualifications for management consultants. It may also be seen as in the tradition of John Heron and Surrey's Human Potential research group; although Peter was never closely involved with such work, it was part of the intellectual community in Educational Studies at Surrey. But it is a sustained attempt -and in many ways a successful oneto validate professionals who undertake research as part of their working life: 'a new breed' whose research 'is often small-scale and frequently not defined as research by the research community' (Jarvis, 1998, p. xi). Peter's case was that 'all practitioners generate their own personal theories, and that apparently objective knowledge of traditional theory is no more than information to be learned and experimented with in practice' (Jarvis, 1998, p. xii) . It is clearly of a piece with his thinking on learning, and reflects the respect in which he holds his students and their work. But one can also sense his awareness that the advances in learning theory he had made, though not 'practitioner research' in this precise sense, were based on and demonstrated the value of small-scale empirical research.
Ethics also remains important, perhaps most of all because in it Peter addressed ethical issues across many fields: distance education, assessment, self-directed and contract learning, the role of markets, and so on. His argument was a characteristically human one: 'there is one universal value -being concerned for the Other -and that ethics begins when the Other impinges on my spontaneity'. But, he argued, 'there are now forms of education where the universal value has been almost eradicated from the learning process -the amorality of learning within an advanced capitalist system is becoming the order of the day'.
[T]he processes of teaching and learning are processes where putting the universal value of people caring for people into practice costs money and so it is becoming less dominant in the education system. When people have no time for people the face becomes a stranger, the Other no longer impinges upon my spontaneity and the universal ethic is subsumed into relative, cultural values and education has become depersonalised. If this were to occur the learning society, hailed by many, would be impoverished. (Jarvis, 1997, p. 174) Educators, he argued, should 'strive to avoid this', because, 'paradoxically' when 'available for learners' they would be more likely to generate a 'teaching and learning system where each individual's potential stands a better chance of being achieved and, perhaps, … be a step towards the good society to which may of us who advocate the learning society look forward.' (Jarvis, 1997, p. 174 ).
Re-reading Peter's work from this period, one senses the influence of post-modernism: while he never advocated 'post-modern' theories in the way we find, for instance, in Usher and Edwards (1994) or Olssen (1999) , he was clearly influenced by them, and needing to position himself in relation to the challenges they posed. He refers often to the work of Bauman, Foucault and Lyotard in books such as Ethics, the Practitioner-Researcher, and Universities and Corporate Universities (Jarvis, 2001b) . Intellectually, Peter has always been a surfer: abreast of the main currents of the time, intrigued by new ideas, enjoying the possibilities posed by innovative approaches and novel theories. Sometimes he has almost seemed a 'neophile'. But in the end, he has never been swept away by the tide: his perspectives have been grounded in his love of, and respect for, the human; and in his sense that humanity is constructed through social interaction.
Learning, Democracy and Globalisation
Peter reached formal retirement age in 2002. He did not, of course, actually retire -he continued to be employed at Surrey for another eight years, though on a steadily more part-time basis, applying this paid time chiefly to the supervision of the doctoral students who have long been so important a part of his life (two of his doctoral students, Lore Arthur and Martin Dyke, have contributed articles below). Inevitably he became less central to the Surrey Department (or as it was for a few years around the millennium, School) of Educational Studies. Institutionally, times were increasingly hard for adult education in Britain. In one of those paradoxes which litter history, as the government argued more for the importance of lifelong learning, so it progressively dismantled the institutional structures of adult education (Holford & Welikala, 2013) . University adult education departmentsand notwithstanding its name, Educational Studies at Surrey was very much an adult education department -were rebranded, downsized, repositioned, restructured, and (far too often) closed. Surrey did not escape the trend: after several years of escalating crisis, it closed in 2004. In its place, the University opened a Department of Politics 18 for the first time; several Educational Studies staff made the transfer, though -in a bruising process -several found themselves surplus to requirements. Probably wisely, Peter largely stood aside from this unpleasantness, though he was of course not unaffected by the closure of the department which provided his professional home for over a quarter-century. One casualty was the close-knit research group on lifelong learning, whose members were sucked into formulating and managing 'rescue' plans and strategies, and in several cases dispersed into entirely separate departments.
Inevitably, Peter found himself other activities. He and Maureen had moved from Guildford to Thatcham, west of Reading, in 2001, and he took up an honorary fellowship at Sarum College in Salisbury, an an ecumenical centre for Christian study and research. He continued to travel: having participated in a working party to draft the agenda and declaration of the 1997 UNESCO world conference on Adult Education, he took part as a discussant and participant in various UNESCO reviews and workshops. He was invited to speak at innumerable conferences, and universities; he was asked to assess research proposals for research councils as far flung as Hong Kong and Australia, and for the European Commission. He was asked to chair the Editorial Board of Comparative Education: and although probably never strictly a 'comparativist', he was well-qualified to do so. A member of the board since 1991, his interests in international lifelong education were long-standing; his international networks and reputation were excellent; he had been honorary president of the British Association for International and Comparative Education in 1999-2000. He is also excellent at peace-making and encouraging small groups of people to get along.
And of course the books continued. Finalising the five volumes of Adult and Continuing Education: Major Themes in Education was no mean task. Peter had recently updated Twentieth Century
Thinkers, addressing -with partial success -the absence of women as authors or subjects in the original edition (Jarvis, 2001d) . He now worked on new editions of several other authored and edited works (Jarvis, Holford, and Griffin (2003) , Jarvis and Stannett (2003) , Jarvis (2004)). There were also two new collections exploring different aspects of learning: Human Learning: An Holistic Approach (Jarvis & Parker, 2005) and International Perspectives on Experiential Learning (Jarvis, West, & Mijoc, 2006) . These must have contributed to Peter's imagining what may prove his most substantial single contribution: the trilogy Lifelong Learning and the Learning Society. Although he 'had a little health scare' (Jarvis, 2006, p. xii) when he started on the first volume -Peter is given to understatement on his health -the three volumes of this work (Jarvis (2006) (2007) (2008)) appeared in rapid succession. Most of the articles in this volume refer to them, but it is worth drawing attention to certain features. They represent a return to the central themes of Peter's work: learning as a social phenomenon. Everyone, he argued, 'is a human existent born into human society and through individual learning the human essence emerges and develops, and … for as long as we live and stay engaged in society that learning continues' (Jarvis, 2006, p. 199) . But if the first volume (Towards a Comprehensive Theory of Human Learning) develops the arguments on learning processes which he first elaborated twenty years earlier (Jarvis, 1987a) , the second and third connect these to more contemporary and political issues. In Globalisation, Lifelong Learning and the Learning Society (Jarvis, 2007) we are thrown up against the major challenges of our times: 'the emergence of lifelong learning and the learning society is but a short one in the history of the world -probably less than half a century', but over this time 'the ecology has been put at risk like never before, [and] humanity is divided between those who have and those who have not … We do need lifelong learning that asks questions about the future of humanity and the future of the planet and these should be seen as [as] important as employability and more important than corporate profit' (Jarvis, 2007, p. 202 ).
In the third volume of the trilogy, Democracy, Lifelong Learning and the Learning Society: Active citizenship in a late modern age (Jarvis, 2008) , Peter is at his most political -though he has never been as overtly 'political' as many in adult education. But we are left in no doubt as to where he stands: we should aim for 'a totally different form of learning society', one that starts with the learning community -the community learning to live together. The emphasis really should be on learning -we need to learn to live together and this must be our primary aim if humankind is to survive. … [Although] the small community is a totally different social form to the larger society, … we need to capture something of the ethos of community in all aspects of social governance. (Jarvis, 2008, p. 214) . While Peter's commitment to democracy and participation have long been central features of his understanding of learning, this line of thinking was clearly influenced by his involvement in a major European Commission project on lifelong learning, governance and active citizenship in the early 2000s.
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If we are to create active citizens we need a learning people whose learning is also practical: a people prepared to seek to understand the complexities of contemporary society and give time and effort to be involved in helping solve the problems: we need people who understand the risks of today's society. In this sense, we need an open democratic society in which the people regard it as their responsibility to learn and to play their role, so that we can all respond to the needs of everyone in social living. (Jarvis, 2008) For many people, the publication of such a trilogy at the end of a long and distinguished career would have been sufficient. Not for Peter. The following year saw the publication of what may turns out to be the most developed statement of his views on learning: Learning to be a Person in Society (Jarvis, 2009a) , along with The Routledge International Handbook of Lifelong Learning (Jarvis, 2009b) and a jointly-edited book on Universities, Ethics and Professions (Barnett, Strain, & Jarvis, 2009) . Then on to the fourth edition of Theory and Practice (Jarvis, 2010) , and another major Routledge International Handbook, this time on Learning (Jarvis & Watts, 2012) . Whilst there have been no books since, he has written some very thoughtful and reflective papers (e.g. Jarvis (2013) , (2014)), co-edited a special issue of Comparative Education (Han & Jarvis, 2013) , and contributed conceptually to another major compilation, The Palgrave International Handbook of Adult and Lifelong Education and Learning (Milana, Webb, Holford, Waller, & Jarvis, 2017) . 
Articles and Authors
This double special issue comprises fifteen articles. They are grouped into four parts, broadly reflecting areas of Peter's scholarly interest and intervention. However, Peter's wide reading and interests, and his capacity to see links between diverse areas of scholarship, mean the boundaries between these parts are inevitably fuzzy.
Part I, Understanding Learning, begins with Martin Dyke's 'Paradoxes of a Long Life Learning: an Exploration of Peter Jarvis's Contribution to Experiential Learning Theory'. Martin, once Peter's doctoral student and now at the University of Southampton, explores how Peter's modelling of the learning process emerged from his understanding of experiential learning, and how it has developed; he also shows interesting parallels with Margaret Archer's work. Knud Illeris, of Aarhus University, who contributes the second paper, is of course a most distinguished scholar: it is testament to Peter's standing that Knud has chosen to contribute what he thinks will ('probably') be the last of his nearly 500 academic articles to this collection. 'Peter Jarvis and the understanding of adult learning' compares Peter's theorisation of learning with Knud's own and with Etienne Wenger's: they are, he believes, complementary. Patti Gouthro, of Mount St Vincent University, Canada, who contributes the third paper, is a not only a leading scholar but formerly one of Peter's co-editors on this journal. 'The promise of lifelong learning' explores Peter's work on wisdom and the meaning and purpose of lifelong learning: drawing on her own research on fiction writers, she shows how his work can illuminate biographical-and life-history-based research. Finally, the distinguished Australian philosopher of adult education, Richard Bagnall, of the University of Queensland, develops 'A critique of Peter Jarvis's conceptualisation of the lifelong learner in the contemporary cultural context'. Richard is not convinced that Peter's theorisation covers all forms of learning, but finds its 'strongly existentialist and humanistic view of the learner … stimulating and appealing'.
In Part II, Learning and the Meaning of Life, three papers move from the theorisation of learning as such to its relation with broader issues of human community, co-existence and belief. This part begins with a paper jointly authored by two American adult educators who have worked with Peter and his writings. In '(Critical) learning in/through everyday life in a global consumer culture', Robin Redmon Wright of Penn State University and Jenny Sandlin of Arizona State University look at three areas of Peter's work which have influenced them: learning from everyday life and in social context; incidental and tacit learning in globalised consumer societies; and adult learning, citizenship, and activism. His work, they suggest, provides a basis for new avenues of exploration, drawing on a posthumanist, radical view of adult learning and identity development. Peter's Methodist calling has been a continuous thread, perhaps understated in his work until more recently. In 'Learning is an ontological process: Jarvis and theories of Christian Religious Education in dialogue', Alison Le Cornu of Queen's Theological Foundation, Birmingham -also one of Peter's former doctoral studentsraises questions about experiential learning, the nature of the whole person, and the relationship between learning and teaching in human becoming. Finally in this part, in 'Opening spaces of conversation: citizen education for newcomers as a democratic practice', Danny Wildemeersch of the Catholic University, Leuven -a leading theorist and practitioner of adult education ('social pedagogy') -moves our attention to one of the pressing problems of our time. Starting from Peter's position that the only 'universally valid' value in educational practice is 'caring for the Other', he explores what a 'non-instrumentalising' citizenship education might comprise.
Part III consists of three articles addressing aspects of Adult Education, Citizenship and Democracy. The first explores some of the roots of the forms of adult education Peter has espoused. 'Resisting the enormous condescension of posterity: Richard Henry Tawney, Raymond Williams and the long struggle for a democratic education', by Linden West of Christ Church University, argues cultivating I/thou experience across difference was central to early-and mid-twentieth century British workers' education -traditions important to the ethos of adult education during Peter's first decade at Surrey. Moosung Lee, from the University of Canberra, next turns to the rather different topic of how 'self-help' books depict adult learners. 'Decoding the neoliberal subjectivity in self-helping adult learners', he finds them expected to show rational and responsible self-management, excessive selfpositivity, voluntary self-exploitation and loosely connected selves with no solidarity. Finally, John Field of Stirling University and Michael Schemmann of the University of Cologne bring together a number of topics which have interested Peter -globalisation, active citizenship and sociological theory -in a paper entitled 'International organisations and the construction of the learning active citizen: An analysis of adult learning policy documents from a Durkheimian perspective'.
Part IV, entitled Global and Local, tries to capture a little of the range of Peter's scholarship and engagement. Its four articles begin with 'Wide horizons and blurred boundaries: comparative perspectives on adult and lifelong learning' by Lore Arthur of the Open University and Michael Crossley of Bristol University. Peter taught Lore on the Surrey M.Sc., and later supervised her Ph.D.; Michael was for many years a colleague of Peter's on the Comparative Education editorial board. They show how Peter's global framing of lifelong learning had an impact on both adult and comparative education as fields of inquiry. Julia Preece -once Peter's colleague at Surrey, but now at the University of Kwazulu-Natal -devotes the second paper to 'Globalisation in Africa: reflecting on Peter Jarvis's superstructure and substructure model'. Using a postcolonial lens, she develops a critique of how learning opportunities in African situations are facilitated and manipulated through the globalisation process. In the third article, another doyen of adult education -Roger Boshier of the University of British Columbia -addresses how 'Chinese students speak about their favourite teachers and university reform'. Like Peter, Roger's engagement with Chinese higher education goes back to the 1980s: his research suggests Chinese students' preoccupations reflect 'humanist and radical humanist paradigms' rather than officially-approved 'functionalist notions of globalization'.
In an alternative organisation, the final article in Part IV might well have been the first in the entire collection. Alan Tuckett may now be with the University of Wolverhampton, but like Peter he has devoted his career to adult education, above all as Director of the National Institute of Adult Continuing Education for 23 years. We can see his study of 'The rise and fall of life-wide learning for adults in England' as setting out the local -in the sense of national -policy context within which Peter led his professional life. But it is much more than this: it is a powerful, polemical, yet deeply informed critique of the now-dominant of a 'utilitarian' approach to adult learning; it is an account of how it became dominant; and it demonstrates how important the 'life-wide' adult education Peter has long advocated must remain in any learning society.
Conclusion
'No prophet is accepted in his own country.' (Luke, 4:24)
Peter's friends and admirers have occasionally mused that his contribution has been recognised more abroad than in his home country. Perhaps it is his own fault: though a great networker and traveller, he has not been an accomplished schemer. In any case, he has preferred community service to climbing the greasy pole. 21 His character, and his calling, are well-captured in the quotation from Chaucer with which this paper began: gladly has he learned, and gladly taught. For Peter, the two are inseparable. And in teaching, as in thinking and writing about education, his leitmotif has been care. Yet it is right to point out -as Peter often does point out -that if he is recognised abroad, this is very much because he finds home so caring. Maureen and he have been married since 1962. Peter's appetite for hard work -from well before the crack of dawn -is legendary, but Maureen made it possible. Their children, Frazer and Kierra, must also have contributed. All are acknowledged, time and again, in his books -but as Peter wrote in one of his more recent prefaces 'one person above all' -Maureen -'has supported and encouraged me, has always been there when I needed her' (Jarvis, 2007, p. xii) .
Peter began his working life as a Methodist minister. While this has not been his (paid) vocation since the 1960s, a theological lens has always been part of his intellectual -and one suspects his emotional -armoury. That he has been a driven and ambitious scholar none will doubt, but there has always been more to him than ambition. The ambition has been to a purpose; and his purpose has been much more than personal advancement. It has been, in a very humane way, the encouragement of learning directed to the growth of human community. In this respect, it seems apposite to end with a quotation from the founder of Methodism, John Wesley. Early Methodists were, of course, often outsiders -shunned by the majority, and in particular by other Christians. People would represent them 'sometimes as madmen and fools, sometimes as wicked men, fellows not fit to live upon the earth'. To use a phrase of Peter's, they were 'the Other'. But Wesley's advice to them was clear:
Condemn no man for not thinking as you think: Let every one enjoy the full and free liberty of thinking for himself: Let every man use his own judgment, since every man must give an account of himself to God. Abhor every approach, in any kind or degree, to the spirit of persecution. If you cannot reason or persuade a man into the truth, never attempt to force him into it. (Wesley, 1745) It is an approach to which, knowingly or unconsciously, Peter has adhered.
